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For many years counselors and teachers worked with students by "teaching"
them to be aware of their feelings and to be sensitive teo others. The)impact

of Carl Rogers and his students has been profound in this regard. More

-

regently, a shift in.emphasis has occurred. The shift has been toward the
development of social-affective skills. 1In a sense this.recent change was

heralded by Thoresen's (1973) seminal arguments that we should go beyond a

traditional humanist versus behaviorist debate and enter an era of behavioral

. ) -
humanfism. Indeed, we have entered that new era with enthusiasm!

Affective Training Programs

New programs for counselor, teacher, and student training in affective
skill development are becoming available. Presently, counselor:educators and
psychologists such as George Gazda and Bﬁbert Carkhuff have created training
* . programs (e.g., Carkhuff; 1972; Gagda, Asbury, Balzer, Childers, Deséelle &
Walters 1973) which prepare counselors and teachers to use a wide range of
affe;tive skills. Similarly, affective-curricular packages such as "The
Valuing Approach to Career Education'" (Educational Achievement Corporation,
1974), JDimension; of Personality' (Pflaum/Standard, 1972), and "Developing
Understanding of Self and Others - DUSO" (Dinkmeyer, 1972) have been produced
for éeachiné affective skilis to eleméntary school age children. Still, issues
remain on such topics as aptional ways to perform needs assessment, to monitor
progress during an intervention, and, even, to specify goals for an affgctive

education program.

Systemmatic Approach to Affective Education

A need for a systemmatic approach to affective education was recognized

by James R. Qarclay and his associates (e.g., Barclay, 1974a; 1974b; Stilwell,
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in press; étiiwall & Santoro, 1975). In effort to develop further the
. A

affective educasion concept for the elementary schools they have worked on
" assessment of affective, social and academic needs, on preventions of problems A

resulting from these needs, and on remediation of fully aequired ﬁaladaptive be~-

S b3

" havioral patterns. Barclay (i§;4%) has ﬁﬁd@?taken a definition of éffective
'edgéation which bridges the hum;nistic~behavioristic gap. indeed, these
individuals arguée that affegtive and cognitive education must interact in .
Srder\for'counselors, teachers, parénts a;d children to survive in school |,

4 | % - ‘
‘and in community. ) e N\

Barclay and his,collegues (Barclay, Barclay, Catteralll_Santoro, Stilwell &
Tapp, 1973) have suggested th%t affective education might appropriately include
skill development in eight areas:‘\self;competency, group interaction, self-
control, verbal skills, physical-energy level skills, vocational awareness,
cognitive-motivational, and attitude toward school. The lack oé skill in
any one or more of thes; areas defines student needs, suggests goal areas, andl
indicates possible étrategies to gain needed skills. Indeed, the assessment,
ﬁreventions, and remediations of deficit; (needs) in these skill areas have been
integrated into a system.

The development of systems models for affective education has advanced on
simulutanous fronts. First, Barclay (1974b) has described how the system can
support planning, decision-making, and assessment in a regional or on a district-
wide basis. Second, Stilwell (in pre;s) has developed a model for implementing

an affective education program in a séhool, district or region. And, a learning

development consultant team system for bringing abort affective changes within a

school or district has been prepared by Stilwell and Santoro (1975). Tach of these
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three models——blanning/decisiop-making, implementation, and learning develop-

ment codsultﬁng ;éams——bare a logical interdependence with each other.

-

Y

Barclay Classroom‘biimate Inventory

- Crucial for the success of these models is a valid and reliable needs assess-

' ment technique. For about 18 years Bérclay (e.g., 1967a; 1967b; Barclay, Barclay

r

& Stilwell, 1972) has been gathering data on ‘the combined influences which make-up
ﬁhe‘environmental press of a classroom. Using these data he has developed a .

multitrait, multisource method for assessing self éompetencies} awareness of the

working environment, preferred reinforcers, peer support, and teacher judgments

which can be used with third through sixth graders. The Barclay Classroom Climate

A

Inventory (BCCI) integrates teacher, peer, and self judgments, produces computerized

narrative reports for both teacher aﬁﬁigg;1d, and suggests éofential affective
education skill deficits for’remediation by learning development con§u1tant teams.
At this tiwe nearly 35,000 children have been assessed with the BCCI in a variety"
of ﬁrograms and sites in about 25 states. Thus, the BCCI as an assessment techni-
que and a system provides a logical linkage among our modéls and suggests an

affective education "bridge" for the humanists and behaviorists.

Interventions Based on the BCCI

.Receptly we have been using the QCCI and learning teams in selected Central

Kentucky sites. The typical design in these programs was pre and post planned

’
intervention assessments with the BCCI and frequent intra-interventions monitoring.

~

The BCCI, as a major assessment technique, was augmented by direct observations,
self-reported data, social problem Q-sorts, and BCCI System's Supplemental Ausess—
mnent péocedurus. The learning development team, consisting of graduate students
in counseling and school psychology, teachers, counselors, and/or principals,

x .
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collected the data, established intervenéion goals, implemerited selected
interventions, and. e;aluated the outcomes. The first three studies were conducted
during Spring, 1973, in a Lexington area parochial school gtéended by students
from‘the full range ;f the area's socioeconomic spectrum. The fouéth study was
completed during Spring, 1974, at a newly constructed, ungraded,.open schoo% in

a rural, ;g{}gglﬁural éQunty. Each study will be briefly outlined. (The inter-

——— !

ventions may be cross-referenced to the BCCI's User Manual (Barclay et.al., .1973)°

in which 58 interventions are recommended for the eighf affective education skill

areas.) Later results from each study will be presented and discussed.

Stuay 1: Feedback through test analysis—teacher attention-pqrental support.

In a previous study (Church, 1972) we learned that feedback of the BCCI print-
outs had a strong and desirable effort upon less asse;tive girls and more dis~-
ruptive boys. 1In this single classrcomr;tudy we wanted to assess the effects of
feeAback to selected students, teacher praise, and parental support: Accord;nglyh
in this third grade classroom of 21 boys and 12 gi;ls the learning team identified
11 students (7 boys and 4 girls) whose BCCI printout suggested they had low self-

. \
competency and few peer nominatlions.

.Feedback through test analysis. Each child so selected for special attention

received feedback based on BCCI printout (Figure 1) in an indiQidual session with
the LDC team members. Wylie (1961) has suggested that a child with low self-
concept might be highly susceptable to change by positive information of how others
see him. Accordingly, the learning team, following the example of Church (1972),

pointed out and discussed the positive aspects of each child's printout.

Teacher attention. An effort was made to increase the amount of attention given

’

by the teacher to each of the 1l students. The teacher was given a checklist, as

1. LDC Team made up of Lonnie Davis, Judith Flaherty and Christina Igelmo.




'ject and implemented during thé third through sixth weeks.

a special set of cues, for recording her daily special attention for these

students. We did not want new assignments created for these children, but we

. wanted the entire class to be aware of particular tagsk actomplishments and sub-

¢

sequent reinforcement§.

These three interventions were carried-.out during a six week period. The
actual feedback of multisource data required about 30 minutes per child. The
classpoom teacher was asked to rei?force the selected children_tﬂroughout the

~

six week period., Parental support was enlisted in the second week of the pro-

Parental support. The learning team invited the parents of the 11 students to

participdte in a special program. Parents of six children volunteered to support
the' team. These participating pareﬁts were asked to give special social rein-
forcement to.their child in five areas for a period of two weeks. A checklist
for the period was given to each parent. The five areas were: getting up in

the morning and getting dressed, table manners, arrival home from school, school
work, and going to bed. Only one qhiid in this group did not earn positive marks
in all five areas from his parents. |

Study 2: Social-contact exercise-teacher attention--videofeedback. The

SCCI printout for this fourth grade class indicated that seven of the 15 girls
appeared to haye unusually low levels of self-competency. In addition the teacher
ratings revealed a pattern that was unusual: girls received more negative ratings
than‘boys. For this classr;om the leérning team wanted to develop interventions
which would avoid singling out specific students and possibly add to the problem
of low self-competency. In this single classroom of 15 girls and 13 boys we
wanted to assess the impacts of a social-contact exercise, teacher aétention,

-

2. LDC Team consisted of Ann V. Harvey, Patricia P. Jones, and Rodger Marion.

{




and videofeédback.

Social-contact exercise. The team expanded on the notion the "children
who receive little'recognition from their peérs also pay little attention to.
-other children" (Barclay, et. al. 1973, p. 152). They wanted to expand the
class's ability to pay attention to others and .thereby to encourage more re-
N

cognition in return. Accordingly,‘the'team‘developed "Happiness Booklets"
for each child and the teacher in Fhe classroom. The booklets were simply
cénstruction paper and blank sheets. At the beginning\pf each day everyone,
includihg the teacher, drew a name. They traded this‘na&e slip fo; the owner's
booklet. By noon each participant was to_have reviewed all previous signed,
positive, one-sentence entries' and added theif/own éémplimedt. No duPiicate
\’séhtences were permitted. By the end of the sghéﬁf year each studentuvand the

“eacher had a completed "Happiness Booklet" containing 28 positive statements.
Thus, in this social-contact exercise each student aﬁd the tedéher was able to
read a large n;mber of complimentary statements about every student in the class
as well as themselves.

An apparent value of this exercise is measured by the fact
that all the owners, including the teacher, took their booklets home upon com-
pletion of the project.

~

Teacher attention. The BCCI data on teacher preference for boyé over girls

was éubs;antiated by learning team interviews of the teacher and by dire

ct

observation. The team obtained teacher commitment for (1) a minimum of three

positive comments for the 7 girls, (2) alternate by sex for each classrogm

i
recognition, (e.g., calling on, praising, special tasks etc,), and (3) physical.
contact with females students (e.g., patting back, stroking hair, etc.). A
cheeklist for these three activities was prepared for the teacher, but the data
Q
)

O

)/

In the nine weeks available for this study.the team employed
three intervencionsiwh;ch will be briefly described.

U
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suggested that she was inconsistent in her commitment.

vVideofeedback. To provide each child yith an opportunity to display something
he or she could do Qell to his peers énd teacher the learning team created a
"Videotrig". Each child was asked to describe the three activitiej/which he or
she could do well. The team chose the most visible activity for videotaping in
a one-to-two minute segment. The actual videotaping took much longer than plagned.-
Some segments such as AAU swimming, show horse traiuing, and grass cutting were
techinc;l challques for videotaping. Still, the team‘persevered and Eompleted
Y;deotapinélthe entire class about two weeks before the end of the project. The
tape was‘ghown‘tq the class #ad to the PTA. In the clagsroom the students were
aw;re of peer's selected activity. Thé pérents, on the other hand, weré
engros;gd by their child's aétivity, iﬁcluding a fath?r who Had never seen his !
son cut grass!

The learning development team institute& the social-contact exercise

(Happiness Booklets) and teacher attention in March, 1973. They also developed

plans and collected the student activity preferance at this time. The creation

"of the videotape (Videotrip) took about six weeks. In this classroom the impact

of these three interventions was probably felt throughout the nine weeks of the
- y

study.

Study 3: Existential Group—-Teacher Attention. In this study the learning

team developed’éome existential exercises, designed to improve selected students’
self-competency. The team drew from a veriety of materials (e.g., Hawiey & Hawvley,
1972; Lyons, 1971) and developed a series of exercises. The basic paradigm in
Fhesc exvrciéc; was experience-identify-ianalyze-generalize. In addition to

focusing on selected students, the team attempted to develop a new pattern of

3. Learning team included Jerome;D. Bish, Ann Carneal, Robert Miller and Pearl
J
Rutledge,




teacher attention in this fifth grade classroom of 17 girls and 15 boys. The ¢
interventions used in this six week study will be briefly descfibed.

Existential) Group. Ten students participated in this group. Five models

(3 boyg\gnd 2 girls) were selected for their high sociometric status and their

low levels of aggressiveness and dominance. Five target students (4 boys

and 1 girl) were selectgd by their low self-competency scores on the BCéI.

A ILDC team member (PR) conducted three one;LouF sessions over a three week

period. During these sessions the students completed (1) "Siqging Sam" in

which they thought and tol& about a self-competency, (2) thumb wrestled, (3{ a
hard éonversation, (4) hand mir;oring abd, (5) "Let's Cooperate". These exercises

used the basic paradigm of experience feelings (which were probably new), identify

those feelings, analyze what|happenad, and tell what the student learned.
Throughout these seesions the models were used as facilitators for the low self-

competency students. ) '

Teacher attention. In order to structure teacher reinforcement for the selected

low self-competency studentsvtﬁe team provided the classroom teacher with a
list of possible reinforcements and a reinforcement-cue-card on which she was to
record the frequency of her reinforcements. The team was taking advantage of the
behavioral frequency increase which accompanies self-reporting (Thoresen &
Mahoneytv}974). Indeed, the data show that she actually did increase her
reinforcers to both the selected students and the entire class. \

The LDC team members spent much of their energy in monitoring both student
progress and shifts in the teacher's pattern of reinforgement. These collected

data were shared with the classroom teacher in an‘effort to gain her cooperatioh’

with the team.

w |
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Study 4: The strong

‘Social-Contact Exercise--Process Learning.

suggestion that affective and social variables mediate the quality and

quantitv of -academic achievement (Averch Carroll Donaldson, Kieslin& &

Pincus, 1972) influenced the selection of interventions used in this study. -

The 28 third grgders (23 boys and 5 girls) who- made up this group had

. ) ‘ .
obtained on the California Achievement Tests a mean of 1.5 on the reading subtest

and.an overall 1.7 on the battery. These students made up one of the lowest

reading groups in an open-concept, non-graded curricular program at a public

' schoul in a rural area. ﬂhe BCCI printout showed that more than a quarter of

these students rated themsglves lower than .their peer group had rated them.

Accordingly the team selected a modification of the Happiness Book and the
b ‘ N

educational television seriés,"Inside/Out" as their primary interventions. The

. \ . .
team monitored student progress with the BCCI's Supplemental Assessment Procedures

§ - l

(Barclay 1974a). ' '
. !
Staats (1973) has suggested that young children can
learn self control and selflcompetency skills by observing others.
A}

Social-contact exercise.

The team

selected "I like You Mv Friend" booklets as a vehicle for directing this peer

observation and for improving communications within the classroom. In this

modificatioé of the Happiness Booklets, each member of the class was listed on
two concentric wheels. At.the beginning of the day:the movable wheel was spun
to select the writer for a peer's booklet. The writer kept the booklet for the
day and recorded something they liked about the peer. At the end of the day,‘each

writer read the comments about the selected peer., This intervention was main-

T

tained for ten consecutive school days.

4, [Team included Barbara L. Jump and Patricia H. Pryor




Limitations

i
Process learning. During the duration of this study the State-wide eduéational

network provided schools with InSide/Oug episodes. The series relies cn student

S —— et

1istening, valuing, and decision-iaking to help Fach child develop a personally
effective life §ty1e (Harrelson & Christépher, 1973). For six weeks the.s;udents
divided into six groups of four or five members and a teacher diécussfén ieader
v;chd the weekly épisodes and discussed the issues raised by ;he episode, 1In these

. .
meetiygs'the teacher supported (reinforced) students for identifying, analyzing,

;‘ ¥ . .
and generalizing based on the episodes.

-~
-

. . ' . . !
The program dn this rural scl.ool was conducted Qver a 12 week period. Fhe

. . H .
work with "I Like You My Friend" occurred during the beginning of this peri’d and
Iy \ ] . ~
the use of Inside/Out. extended throughout the final nine weeks of the study.
=n22ce/Yut, , _ , i

/ B ’

Data Analysis : //

Three stat#stical methods‘were employed: for the first three studigs
analysis of variance was coﬁpleted on the gain scores. In this one-way analysis
we made unconditional inferences about the absolute magnitudes of cﬁe éqin
Séo;es. At best from tﬂis analysis using MULTIVARIANCE (Finn, 1974) we can

drdw some tentative conclusions from a comparisicn of the high vecrsus low scores.

. A
Again in the first three studies,with the pretreatment scores as the predictor /
\ 1
and the posttreatment scores as the criterion, aptitude X\;reatment interaction
’ * ~.

~ .

analysis (Cronbach & Snow, 1969) were performed on the appropriate measurec.
Gain scores from the fourth study were analyzed with the MULTIVARIANCE program.
Since no control group data was available this analysis of the absolute gain

score appears to be appropriatesw,

!

In this series of exploratory studies, several important limitations can

1c e
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influence the generalizability of the results. First, the cell size for these

.stgdies Was small.* The liklihood of single subject influence on the results
. € ‘, ‘
was present. Second, we were unable to select randomly our school or class-

. f
. [y

rooms and to assign randomly our treatments. Hence, the results should be

0

limited to schools in which the climate (environmental press) is similar to

-

thetone,seiecﬁed for these studies (i.e., urban area, parochial, 1 to 29

teacher studept ratio or rural, open concept, team teaching, with 1 to 30 as

— g
. /

the geacher student ratio, efci). A “
s ~, ° RESULTS °

For these exploratofy studies we used, three analyses: ANOVA, aptitude X

treatment interaction (ATI) and gain scores. Throughout these anélyses Fhe

4

.o . o L) . ‘
desirable direction of change (e.g.,, a lower disruptive score or fewer negélive

.

1 ’
Teacher Ratings) must be.considered in the interpretation of the results.

\

Analysis of Variance

" The 42 scale scores were analyzed by sex. The results are summarized in

Table 1. For the boys classroom (treatment) differences were obtained on

4

seven Jariables. A pattern seeged to emerge such that the interventions used

in Study 2 (Social-contact, teacher attention, and videofeedback) resulted in

lower gain scores for five of the seven variables. The boys in this group

reported as having lower outdoor and manual physical skill prowess, less
. 3 =

skill in dealing_with iﬁteidersonal relationships, and *less “effective in.overall

[ . ‘.

self-competencies. At*the same time ,these boys rece'ved fewer positive personal

~

. ) .0 l ;
adjustment ratings from their teachers. Also the boys appeared to develop a less

S

N

\

1 iiiyu attitude toward sclivol,  On'the other h¥hd, the interventions used in Study

boeststent 141 gioup and teacher atténtfon) seemed to. ine

.
-

1o T~

rease the boys Interests
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in iﬁtellectual;;cientific occupations and to increase their interest in
typically feminine occupations. For the girls nc discernable pattern
emerged favor{pg any set of interventions. Study 1 (Feedback of tests
results, “teacher attention, and parental support) appears to have had a
\\\strong,effect on raising their total group nominations. In Study 2 the /

\.\ ¢ ’ //

fhanges seems to be desiral.le--fewer negative teacher ratings in personal

. , -
deustment and overall adjustment, and to become less introverted-divergent.
N ‘ .

A
The\é}rls participating in Study 3 appeared to rate themselves less socially

/ \\ . X .
coyﬁeﬁent, less interested in clerical occupations. These girls, also
- ] ’
appeared\to lose peer support in this classroom.

-3

Aptitude X Treatment Interactions

In an earlier study (Stilweli, Brown & Barclay, 1973) we used the aptitude

X treatment interaction (ATI) model. Essentially the traditional analyses,

!

ANOVA -or COVAR,for‘determining the effectiveneés of given interventions have
\

peen seriously questidﬁ?d by, Thoresen (1969). He argues.in part that we may be
missing some important r%sults whenive look at average séores and not at the
individual differences in response to the interventions. Cronbach and Snow (1969;
have offered 2 rationale for the use of ATI in studies such as the ones reported
in this paper. The results from this type of analysis suggest more effective
/in;erventions for diffe;ent levels of BCCI scale scores.

Aptitude X Treatmentflnteractions (ATI) were evaluated by comparing
regression slopes obtainéd for pre--and posttreatment scale score pairs with
F tests used for homogenerty of regression. All reported interactions were

!
disordinal such that regression lines intersected within the range of the BCCT

variabhles considered. A total of 84 regression tests resulted in nine
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significant ATI's for the.boys and ten such interactions for the girils, using
the .05 level of significance. The results are summarized for boys in Tabie 2
and for girls in Table 3. IGenerally, these findings imply that differential
assignment cf stuéénts on opposite sides of the intersection to alternate
intervgntions is appropriate to maximize behavior change.

From these 19 significant interactions several patterns emerged that
showed differential treatment effects b& sex and by classroom. Although
the overall patteins éhow differential changes in self-competency and group .
interaction areas for both sexes, the girls also appeared to make‘gsﬁé‘éﬁéﬁgeé
in their teachers'! judgments and in their preference for reinforcers.

For this discussion we will abbreviate our combination of clas;;oom
interventions by simply referring to group 1, 2.or 3. Further'wé will
présen: results for self, group, teacher judgments, temperments, and rein-—
forcers, in that order. First we will diséuss the combined treatment ef%ects
for boys and girls in the self competency area. In the self-realistic mascu-
iine scales we found that group 1 intervéntions raised the already high scores
of boys, that group 2 combination was more effective for 10w and medium scoring
childrgn of both sexes, and that group 3 strategies were more appropriate for
high scoring girls on thi;.ggmension. For the girls' self-social conventional
scorés group 1 strategies were more effective in raising low and middie e.cring
children than the other two combinations. However, the group 2 strategies
appeared tc be best for high scoring girls in this area. 1In the overall self-
competegcy scores the second group of interventions had an extremely strong
effect upon low and middle scoring boys. Tge high scoring boys were effected

by the gzoup 3 strategies. Thus, it would appear that the combination of social-

1
contact, teacher attention and videofeedback had the strongest effect upon

. .

s



areas.
In’thé group interaction skill area boys appeared to be effected in all

4

low and middle scoring boys and girls in these selected self-competency - }
six BCCI scale areas while the girls were differentially influenced only in J

three areas. In ;ﬁe group artistic-intellectual scale we found that the group -

2 interventions were more effective for low and middle scoring boys than the /

other two sets of interventions. Also for the boys, the group-3 interventions !

were more appropriate for the higher scoring individuals. 1In the group /
= ;

realistic masculine skill area the disordinal interactions showed the second ;
group of interventions were most effective for all boys, (low, medium and high f

scoring) and for high scoring girls. The group 3 strategies appeared to be |
more effective for raising low and middle‘scoring_girls’ peer nominations in
this area. In the group nominations for social-conventional skill areas we

found group 1 strategies were best for all girls and group 2,strategies vere
best for all bqys. For group enterprising (leadership) scalg‘scores group 2
interventiogs were most effective for all boys and more effective for low and ;

1

middle scoring girls. The strategies in group 1 appeared to have the greatest
effect upon high scoring girls. A reduction of group disruptive nominations ‘/
{
i

is highly desirable; the group 3 strategies seem to be the more effective for

o

all but the highest scoring boys. For these high scoring/boys we have a toss-up

3 .
.

f
between group 1 and group 2 strategies which are equally; leffective. For the *{
overall group nomination scale group 2 strategies were‘tﬁe most effective. /
Thus, for the boys the group 2 strategies again appeareﬂ to have a particularly ] '
consistent and strong effect. For the girls, the patﬁérn seemed to favor the ;
group 1 (feedbaék of test results, teacher attentior and parental strategies f

support).
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Only the teacher rating of high effort was differentially influenced by these

groups of interventions. For the girls neither of the other two sets of inier-
ventions were able to bring about as great changes as did the group 1 strategies.

The data on the students' temperaments show that group 1 strategies

P

facilitated girls becoming more introverted-convergent than the other two sets
of interventions. An alternative interpre?ation is that group 3 strategies were
more influential in reducing the girls' in?roversions-cgnvergency (they became
more outgoing). This particular result focuses upon the choice.an educator has
when they act upon ATI results. For boys the gfoup 2 strategies were more
effective in reducing the extrd@ersion—divergency of high scoring children.
The group 3 strateéies (existeﬁtiai-gropp and teacher attention) were instru-
mental in further lowering the scores of already low scoring boys.

Girls' patterns of reinforcers appeared to be changed by these interventions.
The groué 1 strategies were most effective in raising esthetic and peer group
male reinforcers. These strategies and/or the group 2 strategies-were .far more
iqfluential in raising intellectual task order reinforcers than-the group 3

strategies which were most effective in reducing low and middle scoring girls

preferences in this area.

Gain Score

In the fourth study we did not have a control group. Accordingly, we
must make some very tentative unconditional inferences about the gain scores.
Again the MULTIVARIANCE program (Finn, 1974) was employed for this analysis.
Fourteen scale scores revealed significaqt gains (Table 4). This particular

combination of interventions (social-contact exercise and process learning)

-

/
' . ¢

appeared to have a depressing, effect on most of the 14 scales for the 23 hoys'

<

-1y ' ’




\

assessments.) That is, boys appeared to become less compentent in intellectual

data. (We were unable to use the girls data because of missing pre or post

afeas, 1gss interested in social, clerical, high status and;, in general,
occupations, and less excited about self+stimulating intellectual, family, and
peer group male reinforcers:E The exciting and desirable changes apﬁearlto be an
increased artistic interest,'more positive teacher adjectives, and fewer negative’

‘teacher ratings. Also the boys appeared to become less introverted-divergent.

N \

\

/ DISCUSSION |
The'major purpose of this paper was to report on several innovations

\\\in the promotions of affective skillidevelopment. The three studies completed
‘iﬁ the urban area parochial school were analyzed together. The rufal schoof
study was sebarately discussea. From the ANOVA and ATI analyses we appear
to obtain Fwo“pdtterns of intervention effectiveness. Our interpretation
of the ANOGA;S must be tentative for the 14 significant differences in gain
scores. Generally for boys and girls the comparisons of the absolute gains
show that group 1 and 3 strategies were abqut equailly effective, but that gr&ﬁpl
2 str?tegies lowered the selected scale scores. A contrasting and more mééning—
ful pattern of results were obtained from the ATI's. These ana}yéés revealed
important changes in self-competency and group nominations in pérticular. Further,
the "Happiness Book" and ''Videotrip'" appeared most frequently to have an effect

_upon selected boys and girls in tl.ese two skill areas. It would appear that

classroom teachers could adopt the Happiness Book modelias an inexpensive way
to bring about some important changes. In addition the ATI's show a greater
variety of changes occurring in the support systems available to the individual
students (i.e., peer nominations and teacher judgments), Probably the most

salient feature of the fourth study is thac discussing the BCCI printouts with

10y




the responsible teacher effectively brings about changes in how they

perceive their students.
These pilot studies raised a host of additional questions that should be

answered by\either intensive design ox multiple treatment, multiﬁle measure

" studies. For example: ,

1. Whatiis the optional sequence for .presenting the BCCI printouts to
children, teachers, hnd parents, That is, should we present the :
""bad jnews" first and then the "good news" or visa versa?

2. How would providing self-management training (e.g.} Thoresen &
Mahoney, 1974) effect low and middle self-competency., level children?
Whith alternative strategies are more appropriate fors these boys and

girls? \\\\
3. Can we relate these effective interventions to improvements in
specific academic areas (i.e., reading, arithmetic)?

4. To what degree does the classfooﬁ\climate of a structured, tradi-
tional school differ from an open, unstructured educational complex?
How are strategy selections influenced by these differences?

These exploratory studies of affective education skill development

/ ‘ N
relate to modéls for planning/evaluating (Barclay, 1974b) and implementing

(Stilwell, iﬂ press) an affective education program w;?h learning teams

as crucial actors in the details of classroom management (Stilwell & Santoro,

1975). Also each of the interventions used in these studies will be integrated

\

inéo the skill area X recommended-matrix fo;nd in the BCCI.User'é Manual (Barclay
et.al., 1973; Barclay 1974a). Withi\ these s&stems we are:able to perform needs
assessment, to define program objectives based cn this assessment, to implement
changes within the program, to monitor|the outcomes, and to maintain learning

team skills. 1t goes without saying that we must intensify our search for the

opt lopal combinations of needs, goals, and interventions f[n order to help chitd=

ren as early as possible prepare for the changih& society once they ]éavc school .
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